The intent of this interdiscursive endeavor is to argue that EAP text interpretation (reading) and production (writing) can be effectively integrated through the task of summary writing (SW), which academically-oriented students must be able to perform. A discourse-level error analysis enabled us to focus on various features of the summaries which, taken together, indicate how well the (SW) class students had mastered both the goals of text interpretation and the conventions of summary writing, the identification of superordinate and subordinate points, the inclusion of an opening statement of the gist of the primary text, explicit reference to the primary author and text, and successful paraphrasing and representation of substantial claims without pragmatic failure or cross-cultural fatigue. It is a pragmatic feasibility to teach EAP students to be discourse analysts to the extent required by this discourse relevant task, and by learning to do such analysis, they can, in psycholinguistic coinage, integrate formative techniques of comprehension by production and summative techniques of production by comprehension.
Introduction
During the past decade or so, much of applied linguistics has been based on discrete paradigms and structuralism. Orality and literacy are categorized in terms of a bifurcation as compartmentalized concepts or dichotomous phenomenon.
The predominant movement towards communicative medium of language and discourse analysis has led to an integration of skills, or at least to classes which are not explicitly divided along the skill parameters and domains (Pysarchyk & Yamshynska, 2015; Pustejovsky, 2012; Johnstone, 2007; Ezzat, 1995; Abousenna, 1994) .
Classroom activities such as those proposed by Seams (2011) , Littlewood (1981) , Widdowson (1984) call for more interdiscursivity among the productive and receptive modes than is normally possible in a class entitled "reading" or "speaking". By interdiscursivity, Fairclough (1994) describes that one type of discourse can be constituted from a configuration of text types or discourse conventions. Thereby allowing any piece of discourse to manifest features belonging to oral and literate modes for certain stylistic effects. Taiwo & Salami (2007) embraced the same trend of interdiscursive thought.
However, interdiscursive approaches in literate discourse, the old ways remain, perhaps because of the structure of the academic world in which "specialization" is a keyword. Hence, despite the call for more integrated approaches to reading and writing (Keh, 1994) , second language research has persisted in treating reading and writing as detached areas. Witness the publication of two volumes by Longman: Reading in Foreign Language and Learning to Write: First Language /Second Language, or the establishment, at the University of Aston in Birmingham, of the new journal, Reading in a Foreign Language. Also, a glance at renowned publisher, their catalogs reveals that textbooks are still often classified as orality or literacy texts. survey of academic departments in 34 American Universities (Bridgeman & Carlson, 1994) revealed that writing summaries of brief articles is a task required by 68% of the departments and that 74% of them require brief research papers. In contrast, tasks labeled expository writing are limited to undergraduate English programs enrolling non-native speakers of English and the diagnostic courses of academic writing are tailored to fulfill their needs. We can conclude that EFL courses designed to prepare students for academic work, particularly at the undergraduate level, must integrate reading and writing into one melting pot (Zikri, 1990) . Goen & Gillotte-Tropp (2003) states that "students in the integrated course can meet the cognitive challenges of learning to write as readers and read as writers''. (p. 108) Some textbook writers recognize the need to combine reading and writing in academically-oriented courses (Arnaudet & Barrett, 1984; Aebersold et al., 1985; Choe & Butt-Griffler, 2015) .
Many researches in EFL field have recognized the positive effect of teaching reading to develop writing skills (Hirvela, 2004; Tuan, 2002 ). Aldosari's study (2011) explored the effect of teaching reading and writing integratively in an EFL context to improve writing skills. Morcia & Olshtain (2002) states that writing activity starts with reading texts that are used as a model for writing.
More studies were done to examine the role of reading and writing in summarization (Cohen, 1994; Yu, 2008) but most of them used it as a reading tool. Asencion's study (2008) explored the correlation between reading, writing and summary writing. Li (2014) conducted a study to explore the role of reading and writing in summarization. The results showed that writing was more effective on the task of summarization than reading.
I suggest continuing the pragmatic trend by suggesting a discourse relevant approach to integrate reading and writing skills through the activity of summary writing. This paper describes and illustrates an approach at integration of both skills associated with the process of summary writing. I describe a pedagogic approach and some problematic issues associated with the process. I also describe here a sample of summaries produced by an EAP program designed to prepare students for university work.
Academic Interdiscursivity in Reading & Writing Summarization
Interdiscursivity is the use of implicit or explicit aspects of a discourse from other related discourse. "The inter-discourse analysis approach" that I am suggesting aims to help students meet the goals set out by Widdowson (1978) "What the learner needs to know how to do is to compose in the act of writing, comprehend in the act of reading, and to learn techniques of reading by writing and techniques of writing by reading" (p. 144).
In EAP programs, we were specifically concerned with preparing students for a type of academic writing which involves skill in reading for both explicit and implicit information. Students need to be able to expertly summarize the main ideas, and then appropriately frame those ideas within the context of their writing. Instruction included comparing the students' summaries both with the original text and to other students' summaries. We used a discourse analysis approach because it encourages careful reading and conscious awareness of text organizing strategies, and because it focuses attention on the text that the students have produced.
To illustrate this I will first provide a working definition of the task of summary writing, focusing on the interpretation of texts (reading) and production of summaries (writing). I also present examples from a set of student summaries to illustrate how they were organized and framed in relation to the textbook to provide conventions of summary writing. In addition to how they corresponded to the original texts in the selection of details in paraphrasing. These examples are meant to illustrate how inter-discourse analysis can be materialized in EAP classroom instruction.
Second, interdiscursivity affects academic writing by tertiary students from non-English speaking backgrounds. These interdiscursive effects are analyzed in terms of how students directly draw on other texts in their writing, and how they adopt discourse conventions to shape their texts. I shall draw on examples from student writing to argue that inter-discourse not only shapes what kinds of things can be enounced but also conditions the act of enunciation.
The EAP Course Program
The summaries described in this paper were written by 40 graduates admitted to the EAP program under the auspices of the English Language Center, at AlGhad Colleges in Kingdom of Saudi Arabia. All students in this twelve-week course had been accepted to pursue MA studies and had joined for one term to improve their EFL skills while embarking upon their required courses.
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In addition to concerns of interpretation, there are concerns of production, i.e., writing. I found that students needed explicit training in writing summaries, including practice in writing for a variety of purposes and audiences as well as experience with conventions of summary writing (Li, 2014) . Part of the instructional task, then, was to make clear some typically unstated assumptions about what constitutes a summary and for what purpose one might be asked to write one. Since the authors of secondary text in our study were EAP students, I needed to consider the purpose of summary writing from their perspective. Is it simply a decontextualized activity to be performed in the EAP class, or is it a communicative skill that is useful for any academic writing? While no writing is done within the context of the EAP class is the same as that done for a class within an academic discipline, summarization is a skill that is expected of college students (Cho & Brutt-Griffler, 2015) .
By coordinating our reading and writing classes with a "Seminar Skills" class, I was able to develop a number of contexts in which students were required to use summary skills. These included; 1) answering questions on an essay examination; 2) writing the literature review of a research report; 3) preparing and giving seminar report on a particular article or group of articles.
Besides being presented with a variety of context in which summary is needed, students were given specific training in the "conventions of summary writing." my source for these conventions was the agreed-upon rules found in textbooks designed for Freshman English; 1) include all the main ideas; 2) use your words; and 3) acknowledge the source of the original information (title and author). In contrast to the typical textbook approach to summary writing, however, instruction included a discussion of the implicit cultural biases in these "rules," and I presented some sample summaries to illustrate how the rules work and how they can be broken.
The definition of summary writing presented is an attempt to clarify the task in terms of relationships, the relationship of the student writer (secondary author) to the primary author, as all diagrams must be, and it neglects many important aspects of interpretation and production, but it represents a step towards a better understanding of what the act of writing a summary entails.
Analysis of Student Summaries
On the seven articles, which the students read and summarized in class, I selected one to analyze and present here as an example of how discourse analysis can be used as a pedagogical tool. "The Battle for Quality Begins" by Jeremy Main was third in the series of articles. So, by the time students wrote this summary they had received explicit instruction and evaluation of earlier work.
The research method involved first analyzing the primary text and then analyzing the student-produced secondary text to determine how they chose to "re-present" the original material. Therefore, I found it necessary to devise a notational system which allowed to compare the text. Some text analysts, such as Kintsch & van Dijk (1978) , have reduced text to lists of propositions made up of the predicate and one more argument. I have chosen instead to use notational system which is closer to an outline structure because 1) it provides a visual representation of the superordinate and subordinate points which is accessible to the students, and 2) it allowed to make a comparison of the student summaries with primary text by charting the incidence and order of mention for each of the points in the outline.
To validate the outline and our interpretation of the primary text, I consulted as "Specialist informant" discourse analysis (Selinker, 1979) an instructor of business management who was familiar with technical aspects of the topic of the article-quality control. After giving his interpretation of the article, he read a version of the outline we had prepared. He agreed with the analysis of the structure; I later revised the outline per his suggestions (See Appendix A for the revised outline). Also, I created a summary based on his outline which I shared with students in an evaluation session.
Once I had an "ideal" representation of the text, I then compared each of the student summaries with it. The three major factors we considered in evaluation the student texts were organization strategies, knowledge of the conventions of summary writing, and ability to paraphrase.
Organizational Strategies
How should a summary be organized? Should it follow the rhetorical structure of the primary text, or should it reflect the secondary author's organization? I found considerable disagreement on this question among textbook writers: Some texts say that for an objective summary the order should be the same; others recommend that summary writers use their organization of idea. Since there was no clear rationale for either view, we decided to leave the question open, and thus, the instructions the students received before writing the summaries did not address this point. However, when I began to analyze the student's texts, it became clear that students were using Vol. 7, No. 4; 2017 different strategies in organizing their texts. The analysis of summaries indicates that the student used three basic organization strategies: 1) paralleling the sequence of the superordinate points of the primary text; 2) including the superordinate points of the primary text but in a different order; and 3) focusing on one point in the primary text.
These strategies of the organization are roughly comparable to the macro rules proposed by Kintsch & van Dijk (1978) modified by Brown & Day (1983) , who suggest that the processes of deletion, super ordination, selection, and invention underlie methods of summarization. In other words, students whose summaries paralleled the organization of the primary text, per this view, were utilizing processes of deletion, whereby they eliminated nonessential material. In contrast to "Copy delete" method describe by Brown & Day (1983) . However, the students in the present study (with one exception) did not copy verbatim from the primary text. They could paraphrase to some extent. Roughly half of the students used the strategy of creating sequence parallel to the original.
Those who used a different order of organization from the primary text were, in Kitsch & van Dijk's terms, utilizing processes super ordination, selection, and invention, whereby they created new ways of putting the ideas together. For example, the primary author, Jeremy Main, cites three factors that determine good quality, good tools, workers, and effective management. However, no superordinate term is provided "reasons why Japanese products have excellent in quality." A comparison of this student's summary with the primary text clearly shows this phrase to be misguided, since the primary author was not referring specifically to Japanese products.
The third strategy, which focused on one point, was used by only nine students. I am not sure why students would fix on one point and ignore the others. Since the writing was done within a class period of fifty minutes, it is possible that they ran out of time, but in one case at least, we believe that the student misinterpreted the intent of the task, despite previous summary writing assignments.
Barring constraints of time, strategy number one, in which the students' summary parallels the original, is the easiest strategy to follow. The rhetorical framework is supplied by the primary author, and the student simply should follow it for the organization of this summary. The other two strategies are somewhat more difficult in that they require more interaction with the text. The student reads the primary text and then must decide how to represent the material. Further, in strategy three, the student focuses on one point, by which the information in the text is synthesized to one basic idea or thesis. The success of the latter strategy depends to large extent, on the ability of the student to match the thesis of the primary author.
I suggest that whether one strategy or another is considered appropriate depends upon how the summary is to be used. For example, if students need to provide a summary for introducing an article to a seminar group. Then clearly a summary which focuses on only one point would not be representative of the author's work and would be inappropriate. However, if students were putting together material for a term paper they would need to mention only the point or points which pertain to their topics. In this case, strategy three would be the most useful and efficient. Therefore, the instructional approach to the issue of the organization was to point out that whether a strategy is "correct" depends on the purpose for writing a summary.
Conventions of Summary Writing
The second set of factors considered has to do with conventions of summary writing, including explicit mention of the title, author, and source of the primary text, as well as a statement of the gist of the article. Although these features are the most easily taken care of by instruction and the most easily identifiable features of the student summaries examined here, even advanced EAP students have difficulty handling them appropriately.
Mentioning the title of article posed little problem for students, once they had been instructed to do so and had been given several complaints of formulae for this purpose. Students mentioned the author in their summaries, with these including both first and last name (perhaps by using both names the students eliminated any possibility caused by unfamiliarity with English names). In most cases, mention of the author was made in the opening statement. Only a few students included explicit references to the primary text/author thought, although this convention had been discussed as a way of maintaining objectivity. Two examples from students' summaries illustrate this point: a) For the recovery of competitiveness in quality, he suggests.
b)
In his opinion, the main reason is that.
Although it is clearly redundant to top frame information in this way, it is recommended by some textbook authors as a strategy for students (Reid, 1982) . Mention of the source document presented more of a problem. In ijel.ccsenet.org Vol. 7, No. 4; 2017 one summary, the students were given as a sample, the author's last name and date of publication were mentioned, e.g., Main 1980 , with the full source cited as a footnote to the summary. Since only half of the students included any mention of the source document, it seems they were not convinced that it was necessary. Clearly, in a situation where the teacher has distributed an article, and all the students are writing summaries of the same article, it appears unnecessary. However, in a research paper, this information would have to be incorporated into the text.
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Another feature relating to conventions of summary writing is the framing of an opening statement, which typically includes, in addition to a reference to author and title, a statement of the gist of the article. Frequently, this statement includes a term such as "explains, discusses, describes" which is called a controlling term. The student summaries showed a variety of opening phrases, which the following examples illustrate: (The controlling terms are underlined) 1). In the article "The Battle for quality Begins", Jeremy Main explains about quality control (QC) in the U.S., the theories of which were developed in the USA, but they are surpassed by the Japanese products recently.
2). In an article entitled "The Battle for quality Begins", the author argues that although the quality of American product is said to be getting poorer compared to that of Japanese, it is not because of the low quality of American workers, but because of the difference in management attitude toward quality control between the two countries.
3). Jeremy Main, in his article "The Battle for quality begins", confesses that while Americans have been teaching the principles of quality to Japanese with excellent results, the Americans cannot achieve quality as effectively as the Japanese do.
4).
This article "The Battle for quality Begins" by Jeremy Main (Fortune), discusses quality of American products.
5).
In the article "The Battle for quality Begins" Fortune, Jeremy Main explains the reason American products lost its competitive power in quality, especially in comparison with Japan.
These examples are intended to illustrate difficulty most students had in choosing an appropriate controlling term, as well as in making a concise statement of the gist, In Examples (1) and (5), "the students" use of the term "explain" is problematic for both semantic and syntactic reasons. To use this term appropriately, students need to know what an "explanation" entails, and they need to know how the word functions in a sentence. Example (3) illustrates a creative choice of controlling term, perhaps reflecting the writer's culturally-determined response to the admission that American products were losing their competitive edge. A term such as "discuss", in Example (4), on the other hand, is so general that it tells nothing about what the primary author was doing in the article. Some students avoided the problem of choosing a controlling term by using the phrase "according to". 6). According to article entitled ''The Battle for quality begins'', (Written by Jeremy Main, on Fortune), America's leadership in quality has been eroding.
7)
. This is the article written by Jeremy Main in Fortune.
Although the exercise can be devised to give students practice in using a variety of introductory phrases (Mekay & Rosenthal, 1980) , the choice of term for referring to a particular article depends on an accurate reading of the text.
To use these terms effectively, the summary writer should interpret the intent of the primary author that is, arguing, discussing, explaining, etc. In other words, formulae for introducing quotations or summaries are useful only if the reading is effective, a point often overlooked by textbook writers.
In the classes, the opening statement produced by students (examples 1-7 above) were typed and distributed for discussion. The students and instructor together evaluated the effectiveness of various tactics, including the choice of the controlling word, always with reference to the primary text. Clearly, the construction of such statements deserves to be focused on in summary writing because it represents the synthesis and distillation of the overall structure and propositional content of the article, skills mentioned earlier as characterizing the goals of good reading.
Interpretation and Paraphrasing
Earlier in this paper, I discussed the relationship between reader and text, indicating the belief that reading is an interactive process. The literature on reading the research, especially the summary in Widdowson & Urquhart (1976) , confirms the notion that the reader constantly interacts with the author, matching up what is in the text with the conceptual structure he already has. The responsible learner, the creative learner, brings him/herself to bear on what is being read (Badrawi, 1994; Johnson, 1981; Carrell & Eisterhold, 1983) . This substantial issue of schema theory is tied closely to the concept of interactivity and integrability in text comprehension and production.
While it is impossible for researchers to determine exactly how the students were matching up what was in the text with their conceptual structures, it is possible to make an inference regarding their interpretations, based on a comparison of the primary text with paraphrase developed by students within the context of their summaries. Therefore, in this section, examples of students' paraphrases are presented and compared with sentences from the primary text that is the source of the paraphrase.
The first set of examples illustrates problems of deletion, that is, what the writers left out that may have changed what the primary author intended or said.
In Table 1 , the left-hand column presents the student paraphrases and the right-hand column supplies the information which appeared in the original and was deleted in the paraphrase. This deleted information consists, for example, in (1) a factual discrepancy in terms of time: "before" vs. "before and during" World War II. Omissions in paraphrase Factual discrepancies 1. The principles for improving quality were developed in the U.S. before world war II.
"before and during." 2. But Japanese realized its importance and acquired the power. Now two scholars who taught in Japan are teaching the Americans.
Two American scholars.
3. Since the principles improving quality were shown, Japanese companies have kept them and developed with high-speed, inviting W. Edwards Deming and so on.
The omission of by-phrase.
Examples (2) and (3) indicate discrepancies of a different type. Reading these examples, one might incorrectly assume that the scholars who taught the principles of quality control were Japanese, whereas a major point of the article is how well the Japanese adapted principles of quality first espoused by an American scholar.
I have already mentioned the importance of recognizing the overall structure of a text, i.e., its organization beyond the sentence level. I assume that while the 'meaning'' of a text is not simply the sum of the meanings of its individual sentences, each sentence contributes to the overall meaning and the way a student interprets an individual proposition can color his interpretation of the whole: Misinterpreting any proposition can lead to greater overall misinterpretation.
I suggest that this is especially true when it comes to assessing the strength of an author's claim. Considering the examples in Table 2 , we found that some of the problems in paraphrasing are associated with misinterpretation of grammatical features, such as models, verb tense, and adverbs. In (1), for example, while the primary text indicates a slow process of erosion of leadership in quality control, the student paraphrases this process as either completed-"lost" or as occurring more rapidly-"has been eroding".
Example (2), on the other hand, represents a more serious misinterpretation. The original text makes the point that the United States is having problems with remaining competitive although ''U.S. companies have steadily improved quality ''. The student's paraphrases indicate that quality control has been totally neglected or forgotten.
The student's paraphrase in example (3) represents the quality of products made by American workers as inferior to those same products made by Japanese or German workers; the primary text, however, says American workers (and presumably the products they make) are "as good as anyone". The point made by the primary author is that the difference is in management. This student at least has neglected to recognize the point.
Finally, we see in example (4) how models can be variously interpreted. The model may is interpreted by one student as will and by another even more strongly. Misinterpretations such as these can lead to serious and unwitting errors in comprehension for the student as a reader and as a writer.
We suggest that problems with paraphrasing exemplify what Jenny Thomas (1982) calls "pragmatic failure" "an inability to understand what is meant by what is said". Either because of the linguistic constraints placed on interpretation by limited language proficiency or other linguistic constraints related to familiarity with the subject matter or even personal opinion, the force of the primary author's proposition has been misinterpreted. Such "pragmatic failure" is a type of cross-cultural communication breakdown which can have serious consequences for non-native speakers engaged in academic work. In a recent paper on hedging in academic discourse, Rounds (1982) proposed that being aware of when and how writers negotiate the strength of their claims is an important receptive and productive skill. Summary writing, by providing a single contained discourse, lends itself neatly to analyzing how the strength of claim is handled within a particular text. Also, immediate comparison with the original, as we have done, here can indicate to the students exactly where they are misinterpreting. American's leadership in quality has been almost imperceptible eroding for years.
2. While American industries forget to control quality Japanese industries have made efforts to operate well. -While quality control was neglected in the old days in the United States.
While U.S. companies have steadily improved quality, they are coming under pressure largely because the Japanese have advanced by leaps.
3. The quality of products made by American workers in Japanese or German factors in U.S. is almost the same as that in Japan or Germany.
Under proper management, the U.S. worker is as good as anyone. In fact, some of the best German and Japanese plants are in the U.S.
4. It will take about 10 years to catch up with Japan.
It may take 10 years to catch up with the Japanese.
Concluding Remarks
This discourse-based endeavor analyzed EAP learners' summary writings and suggests that whether one strategy or another is considered appropriate, would rely upon how the summary is to be used and consider authentic context. By using discourse level analysis strategies EAP learners were able to recognize the overall structure of the text, superordinate concepts and the relation to subordinate concepts to (or "intending to") integrate text materials. This further raised their awareness and enriched their own knowledge structure without strategic relapse into pragmatic failure or cross-cultural fatigue. More micro-ethnographic research should be assigned to EAP learners' interpretive competence, a schematic structure of knowledge and pitfalls of foreigner talk discourse (FTD) breakdown.
